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Third, researchers have not satisfactorily explained how these observed patterns are produced. Put differently, conceptualizations of the social processes through which families differ are underdeveloped and little is known about how family life transmits advantages to children. Few researchers have attempted to integrate what is known about behaviors and attitudes taught inside the home with the ways in which these practices may provide unequal resources for family members outside the home. A key exception is the work by Kohn and colleagues (e.g., Kohn and Schooler 1983), where the authors argue that middle-class parents value self-direction while working-class parents place a premium on "conformity to external authority." These researchers did not investigate, however, how parents go about translating these beliefs into actions.
Fourth, little is known about the degree to which children adopt and enact their parents' beliefs. Sociologists of the family have long stressed the importance of a more dynamic model of parent-child interaction (Skolnick 1991) , but empirical research has been slow to emerge (but see Hess and Handel 1974) . Ethnographers' efforts to document children's agency have provided vivid but highly circumscribed portraits (Shehan 1999; Waksler 1991 ), but most of the case studies look at only one social class or one ethnic group. Moreover, ethnographers typically do not explicitly examine how social class advantages are transmitted to children.
I draw on findings from a small, intensive data set collected using ethnographic methods. I map the connections between parents' resources and their children's daily lives. My first goal, then, is to challenge Kingston's (2000) argument that social class does not distinguish parents' behavior or children's daily lives. I seek to show empirically that social class does indeed create distinctive parenting styles. I demonstrate that parents differ by class in the ways they define their own roles in their children's lives as well as in how they perceive the nature of childhood. The middle-class parents, both white and black, tend to conform to a cultural logic of childrearing I call "concerted cultivation." They enroll their children in numerous agespecific organized activities that dominate family life and create enormous labor, particularly for mothers. The parents view these activities as transmitting important life skills to children. Middle-class parents also stress language use and the development of reasoning and employ talking as their preferred form of discipline. This "cultivation" approach results in a wider range of experiences for children but also creates a frenetic pace for parents, a cult of individualism within the family, and an emphasis on children's performance. 1 The childrearing strategies of white and black working-class and poor parents emphasize the "accomplishment of natural growth."2 These parents believe that as long I In a study of mothers' beliefs about childrearing, Hays (1996) found variations in how working-class and middle-class mothers sorted information, but she concluded that a pattern of "intensive mothering" was present across social classes. My study of behavior found class differences but, as I discuss below, in some instances working-class and poor parents expressed a desire to enroll their children in organized activities.
2 Some significant differences between the study's working-class and poor families (e.g., only the poor children experienced food shortages) are not highlighted here because, on the dimensions discussed in this paper, the biggest dif-as they provide love, food, and safety, their children will grow and thrive. They do not focus on developing their children's special talents. Compared to the middle-class children, working-class and poor children participate in few organized activities and have more free time and deeper, richer ties within their extended families. Working-class and poor parents issue many more directives to their children and, in some households, place more emphasis on physical discipline than do the middle-class parents. These findings extend Kohn and Schooler's (1983) observation of class differences in parents' values, showing that differences also exist in the behavior of parents and children.
Quantitative studies of children's activities offer valuable empirical evidence but only limited ideas about how to conceptualize the mechanisms through which social advantage is transmitted. Thus, my second goal is to offer "conceptual umbrellas" useful for making comparisons across race and class and for assessing the role of social structural location in shaping daily life.3 Last, I trace the connections between the class position of family members-including children-and the uneven outcomes of their experiences outside the home as they interact with professionals in dominant institutions. The pattern of concerted cultivation encourages an emerging sense of entitlement in children. All parents and children are not equally assertive, but the pattern of questioning and intervening among the white and black middle-class parents contrasts sharply with the definitions of how to be helpful and effective observed among the white and black working-class and poor adults. The pattern of the accomplishment of natural growth encourages an emerging sense of constraint. Adults as well as children in these social classes tend to be deferential and outwardly accepting in their interactions with professionals such as doctors and educators. At the same time, however, compared to their middle-class counterparts, white and black working-class and poor family members are more distrustful of professionals. These are differences with potential longterm consequences. In an historical moment when the dominant society privileges active, informed, assertive clients of health and educational services, the strategies employed by children and parents are not equally effective across classes. In sum, differences in family life lie not only in the advantages parents obtain for their children, but also in the skills they transmit to children for negotiating their own life paths.
METHODOLOGY STUDY PARTICIPANTS
This study is based on interviews and observations of children, aged 8 to 10, and their families. The data were collected over time in three research phases. Phase one involved observations in two third-grade classrooms in a public school in the Midwestern community of "Lawrenceville."4 After conducting observations for two months, I grouped the families into social class (and race) categories based on information provided by educators. I then chose every third name, and sent a letter to the child's home asking the mother and father to participate in separate interviews. Over 90 percent of parents agreed, for a total of 32 children (16 white and 16 African American). A black graduate student and I interviewed all mothers and most fathers (or guardians) of the children. Each interview lasted 90 to 120 minutes, and all took place in 1989-1990. 4 All names of people and places are pseudonyms. The Lawrenceville school was in a white suburban neighborhood in a university community a few hours from a metropolitan area. The student population was about half white and half black; the (disproportionately poor) black children were bused from other neighborhoods.
ferences were between middle-class and nonmiddle-class families. See Lareau (forthcoming) for a more elaborate discussion as well as Lamont (2000) for distinctions working-class families draw between themselves and the poor; see McLanahan and Sandefur (1994) regarding family structure and children's lives. 3 Case studies of nonrandom samples, such as this one, have the limitation that findings cannot be generalized beyond the cases reported. These examples serve to illustrate conceptual points (Burawoy et al. 1991 ) rather than to describe representative patterns of behavior. A further limitation of this study is that the data were collected and analyzed over an extended period of time. (see the "Methodology" section).
Phase two took place at two sites in a northeastern metropolitan area. One school, "Lower Richmond," although located in a predominantly white, working-class urban neighborhood, drew about half of its students from a nearby all-black housing project. I observed one third-grade class at Lower Richmond about twice a week for almost six months. The second site, "Swan," was located in a suburban neighborhood about 45 minutes from the city center. It was 90 percent white; most of the remaining 10 percent were middle-class black children.5 There, I observed twice a week for two months at the end of the third grade; a research assistant then observed weekly for four more months in the fourth grade.6 At each site, teachers and parents described their school in positive terms.7 The observations took place between September 1992 and January 1994. In the fall of 1993, I drew an interview sample from Lower Richmond and Swan, following the same method of selection used for Lawrenceville. A team of research assistants and I interviewed the parents and guardians of 39 children. Again, the response rate was over 90 percent but because the classrooms did not generate enough black middle-class children and white poor children to fill the analytical categories, interviews were also conducted with 17 families with children aged 8 to 10. (Most of these interviews took place during the summers of 1996 and 1997.)8 Thus, the total 5 Over three-quarters of the students at Lower Richmond qualified for free lunch; by contrast, Swan did not have a free lunch program.
6 At both sites, we attended school events and observed many parent-teacher conferences. Also, I interviewed the classroom teachers and adults involved in the children's organized activities. These interview data are not presented here.
7 Both schools had computer labs, art programs, and music programs, but Swan had many more resources and much higher average achievement scores. Graffiti and physical confrontations between students were common only at Lower Richmond. At these two sites and in Lawrenceville, white faculty predominated.
8 I located the black middle-class parents through social networks; the white poor families were located through flyers left at welfare offices and social service programs, and posted on telephone poles. Ten white poor families (only) were paid $25 per interview. number of children who participated in the study was 88 (32 from the Midwest and 56 from the Northeast).
FAMILY OBSERVATIONS
Phase three, the most intensive research phase of the study, involved home observations of 12 children and their families in the Northeast who had been previously interviewed (see Table 1 ).9 Some themes, such as language use and families' social connections, surfaced mainly during this phase. Although I entered the field interested in examining the influence of social class on children's daily lives, I incorporated new themes as they "bubbled up" from the field observations. The evidence presented here comes mainly from the family observations, but I also use interview findings from the full sample of 88 children where appropriate. 1o Nine of the 12 families came from the Northeastern classroom sample. The home observations took place, one family at a time, from December 1993 to August 1994. Three 10-year-olds (a black middle-class boy and girl and a white poor boy) who were not part of the classroom sample were ob-9 Of 19 families asked to participate in the intensive study, 7 declined (a response rate of 63 percent). I tried to balance the observational phase sample by gender, race, and class, and to "mix and match" the children on other characteristics, such as their behavior with peers, their relationships with extended family, and their parents' level of involvement in their education. The aim was to lessen the chance that observed differences in behavior would reflect unknown variables (e.g., church attendance or parents' participation at school). Last, I deliberately included two families (Irwins, Greeleys) who had some "middle-class" traits but who lived in a workingclass and poor area, respectively. Including these unusual families seemed conceptually important for disentangling the influences of social class and environment (neighborhood).
10 I analyzed the data for the study as a whole in two ways. I coded themes from the interviews and used Folio Views software to help establish patterns. I also relied on reading the field notes, thinking about similarities and differences across families, searching for disconfirming evidence, and re-reading the field notes. The research assistants and I took turns visiting the participating families daily, for a total of about 20 visits to each home, often in the space of one month.12 The observations went beyond the home: Fieldworkers followed children and parents as they participated in school activities, church services and events, organized play, visits to relatives, and medical appointments. Observa-II Recruitment to complete the sample was difficult as children needed to be a specific age, race, and class, and to be part of families who were willing to be observed. The white poor boy was recommended by a social service program manager; the black middle-class children were located through extended social networks of mine. 12 We did 12 to 14 observations of the Handlon and Carroll families before settling on the 20-visit pattern. In Alexander Williams's case, the visits occurred over a year. To observe unusual events (e.g., a family reunion), we sometimes went back after formal observations had ended. tions typically lasted three hours, but sometimes much longer (e.g., when we observed an out-of-town funeral, a special extended family event, or a long shopping trip). Most cases also involved one overnight visit. We often carried tape recorders and used the audiotapes for reference in writing field notes. Writing field notes usually required 8 to 12 hours for each two-or three-hour home visit. Participating families each were paid $350, usually at the end of the visits.
We worked in teams of three. One fieldworker visited three to four times per week; another visited one to two times per week; and I visited once or twice per week, except for the two families for which I was lead fieldworker. The research teams' composition varied with the race of the family. Two white graduate students and I (a middle-aged white woman) visited the white families; for the black families, the teams included one white graduate student, one black graduate student, and me. All black families with male children were visited by teams that included a black male fieldworker. A white male fieldworker observed the poor family with the white boy; the remaining white fieldworkers were female. Team members met regularly to discuss the families and to review the emerging analytic themes.
Our presence altered family dynamics, especially at first. Over time, however, we saw signs of adjustment (e.g., yelling and cursing increased on the third day and again on the tenth). The children, especially, seemed to enjoy participating in the project. They reported it made them feel "special." They were visibly happy to see the fieldworkers arrive and reluctant to let them leave. The working-class and poor black boys were more comfortable with the black male fieldworkers than with the white female ones, especially at first.13 Overall, however, family members reported in exit interviews that they had not changed their behavior significantly, or they mentioned very specific alterations (e.g., "the house got cleaner").
A NOTE ON CLASS
I undertook field observations to develop an intensive, realistic portrait of family life. Although I deliberately focused on only 12 families, I wanted to compare children across gender and race. Adopting the finegrained differentiations characteristic of current neo-Marxist and neo-Weberian empirical studies was not tenable.14 Further limitations were imposed by the school populations at the sites I selected. Very few students were children of employers or of selfemployed workers. I decided to focus exclusively on those whose parents were employees. Authority in the workplace and "credential barriers" are the criteria most commonly used to differentiate within this heterogeneous group. I assigned the families to a working-class or middle-class category 13 Families developed preferences, favoring one fieldworker in a team over another. But these preferences were not stable across families, and the field notes did not differ dramatically between fieldworkers. Notes were much more similar than they were different. 14Wright (1997) uses 12 categories in his neoMarxist approach. Goldthorpe, a neo-Weberian, operationalizes his class schema at levels of aggregation ranging from 3 to 11 categories (Erikson and Goldthorpe 1993:38-39). based on detailed information that each of the employed adults provided about the work they did, the nature of the organization that employed them, and their educational credentials. I also included a category traditionally excluded from class groupings: families not involved in the labor market. In the first school I studied, many children were from households supported by public assistance. Omitting them would have restricted the scope of the study arbitrarily.15
The three class categories conceal important internal variations. The Williams family (black) and the Tallinger family (white) have very high incomes, both in excess of $175,000; the median income among the middle-class parents was much lower.16 Income differences among the middle-class families were not associated with differences in childrearing methods. Moreover, no other data in the study showed compelling intraclass divisions. I consider the use of one term-middle class-to be reasonable.
CONCERTED CULTIVATION AND NATURAL GROWTH
The interviews and observations suggested that crucial aspects of family life cohered. Within the concerted cultivation and accomplishment of natural growth approaches, three key dimensions may be distinguished: the organization of daily life, the use of language, and social connections. ("Interventions in institutions" and "consequences" are addressed later in the paper.) These dimensions do not capture all important parts of family life, but they do incorporate core aspects of childrearing (Table 2) . Moreover, our field observations revealed that behaviors and activities related to these dimensions dominated the rhythms of family life. 15 Here "poor" refers to the source of income (i.e., government assistance versus labor market) rather than the amount of income. Although lower class is more accurate than poor, it is widely perceived as pejorative. I might have used "underclass," but the literature has defined this term in racialized ways.
16 Dollar figures are from 1994-1995, unless otherwise noted. Income was not used to define class membership, but these data are available from the author. Conceptually, the organization of daily life and the use of language are crucial dimensions. Both must be present for the family to be described as engaging in one childrearing approach rather than the other. Social connections are significant but less conceptually essential. All three aspects of childrearing were intricately woven into the families' daily routines, but rarely remarked upon. As part of everyday practice, they were invisible to parents and children. Analytically, however, they are useful means for comparing and contrasting ways in which social class differences shape the character of family life. I now examine two families in terms of these three key dimensions. I "control" for race and gender and contrast the lives of two black boys-one from an (upper) middleclass family and one from a family on public assistance. I could have focused on almost any of the other 12 children, but this pair seemed optimal, given the limited number of studies reporting on black middleclass families, as well as the aspect of my argument that suggests that race is less important than class in shaping childrearing patterns. Sometimes Alexander complains that "my mother signs me up for everything!" Generally, however, he likes his activities. He says they make him feel "special," and without them life would be "boring." His sense of time is thoroughly entwined with his activities: He feels disoriented when his schedule is not full. This unease is clear in the following field-note excerpt. The family is driving home from a Back-to-School night. The next morning, Ms. Williams will leave for a work-related day trip and will not return until late at night. Alexander is grumpy because he has nothing planned for the next day. He wants to have a friend over, but his mother rebuffs him. Whining, he wonders what he will do. His mother, speaking tersely, says: Alexander's parents believe his activities provide a wide range of benefits important for his development. In discussing Alexander's piano lessons, Mr. Williams notes that as a Suzuki student,20 Alexander is already able to read music. Speculating about more diffuse benefits of Alexander's involvement with piano, he says: I don't see how any kid's adolescence and adulthood could not but be enhanced by an awareness of who Beethoven was. And is that Bach or Mozart? I don't know the difference between the two! I don't know Baroque from Classical-but he does. How can that not be a benefit in later life? I'm convinced that this rich experience will make him a better person, a better citizen, a better husband, a better father-certainly a better student. 20 The Suzuki method is labor intensive. Students are required to listen to music about one hour per day. Also, both child and parent(s) are expected to practice daily and to attend every lesson together. Ms. Williams sees music as building her son's "confidence" and his "poise." In interviews and casual conversation, she stresses "exposure." She believes it is her responsibility to broaden Alexander's worldview. Childhood activities provide a learning ground for important life skills: Sports provide great opportunities to learn how to be competitive. Learn how to accept defeat, you know. Learn how to accept winning, you know, in a gracious way. Also it gives him the opportunity to learn leadership skills and how to be a team player. ... Sports really provides a lot of really great opportunities.
DEVELOPING ALEXANDER
Alexander's schedule is constantly shifting; some activities wind down and others start up. Because the schedules of sports practices and games are issued no sooner than the start of the new season, advance planning is rarely possible. Given the sheer number of Alexander's activities, events inevitably overlap. Some activities, though short-lived, are extremely time consuming. Alexander's school play, for example, requires rehearsals three nights the week before the opening. In addition, in choosing activities, the Williamses have an added concern-the group's racial balance. Ms. Williams prefers that Alexander not be the only black child at events. Typically, one or two other black boys are involved, but the groups are predominantly white and the activities take place in predominantly white residential neighborhoods. Alexander is, however, part of his church's youth choir and Sunday School, activities in which all participants are black.
Many activities involve competition. Alex must audition for his solo performance in the school play, for example. Similarly, parents and children alike understand that participation on "A," "B," or "All-Star" sports teams signal different skill levels. Like other middle-class children in the study, Alexander seems to enjoy public performance. According to a field note, after his solo at a musical production in front of over 200 people, he appeared "contained, pleased, aware of the attention he's receiving."
Alexander's commitments do not consume all his free time. Still, his life is defined by a series of deadlines and schedules interwoven with a series of activities that are organized and controlled by adults rather than children. Neither he nor his parents see this as troublesome.
LANGUAGE USE. Like other middle-class families, the Williamses often engage in conversation that promotes reasoning and negotiation. An excerpt from a field note (describing an exchange between Alexander and his mother during a car ride home after summer camp) shows the kind of pointed questions middle-class parents ask children. Ms. Williams is not just eliciting information. She is also giving Alexander the opportunity to develop and practice verbal skills, including how to summarize, clarify, and amplify information:
As she drives, [Ms. Williams] asks Alex, "So, how was your day?" Alex: "Okay. I had hot dogs today, but they were burned! They were all black!" Mom: "Oh, great. You shouldn't have eaten any." Mr. and Ms. Williams are aware that they allocate a sizable portion of time to Alexander's activities. What they stress, however, is the time they hold back. They mention activities the family has chosen not to take on (such as traveling soccer).
SUMMARY. Overall, Alexander's parents engaged in concerted cultivation. They fostered their son's growth through involvement in music, church, athletics, and academics. They talked with him at length, seeking his opinions and encouraging his ideas. Their approach involved considerable direct expenses (e.g., the cost of lessons and equipment) and large indirect expenses (e.g., the cost of taking time off from work, driving to practices, and foregoing adult leisure activities Harold loves sports. He is particularly fond of basketball, but he also enjoys football, and he follows televised professional sports closely. Most afternoons, he is either inside watching television or outside playing ball. He tosses a football with cousins and boys from the neighboring units and organizes pick-up basketball games. Sometimes he and his friends use a rusty, bare hoop hanging from a telephone pole in the housing project; other times, they string up an old, blue plastic crate as a makeshift hoop. One obstacle to playing sports, however, is a shortage of equipment. Balls are costly to replace, especially given the rate at which they disappear-theft of children's play equipment, including balls and bicycles, is an ongoing problem. During a field observation, Harold asks his mother if she knows where the ball is. She replies with some vehemence, "They stole the blue and yellow ball, and they stole the green ball, and they stole the other ball."
Hunting for balls is a routine part of Harold's leisure time. One June day, with the temperature and humidity in the high 80's, Harold and his cousin Tyrice (and a fieldworker) wander around the housing project for about an hour, trying to find a basketball:
We head to the other side of the complex.
On the way . .. we passed four guys sitting on the step. Their ages were 9 to 13 years. They had a radio blaring. Two were working intently on fixing a flat bike tire. The other two were dribbling a basketball. The pace of life for Harold and his friends ebbs and flows with the children's interests and family obligations. The day of the basketball search, for example, after spending time listening to music and looking at baseball cards, the children join a water fight Tyrice instigates. It is a lively game, filled with laughter and with efforts to get the adults next door wet (against their wishes). When the game winds down, the kids ask their mother for money, receive it, and then walk to a store to buy chips and soda. They chat with another young boy and then amble back to the apartment, eating as they walk. Another afternoon, almost two weeks later, the children-Harold, two of his cousins, and two children from the neighborhoodand the fieldworker play basketball on a makeshift court in the street (using the fieldworker's ball). As Harold bounces the ball, neighborhood children of all ages wander through the space.
Thus, Harold's life is more free-flowing and more child-directed than is Alexander Williams's. The pace of any given day is not so much planned as emergent, reflecting child-based interests and activities. Parents intervene in specific areas, such as personal grooming, meals, and occasional chores, but they do not continuously direct and monitor their children's leisure activities. Moreover, the leisure activities Harold and other working-class and poor children pursue require them to develop a repertoire of skills for dealing with much older and much younger children as well as with neighbors and relatives.
LANGUAGE USE. Life in the workingclass and poor families in the study flows smoothly without extended verbal discussions. The amount of talking varies, but overall, it is considerably less than occurs in the middle-class homes.21 Ms. McAllister jokes with the children and discusses what is on television. But she does not appear to cultivate conversation by asking the children questions or by drawing them out. Often she is brief and direct in her remarks. For instance, she coordinates the use of the apartment's only bathroom by using one-word directives. She sends the children (there are almost always at least four children home at once) to wash up by pointing to a child, saying one word, "bathroom," and handing him or her a washcloth. Wordlessly, the designated child gets up and goes to the bathroom to take a shower.
Similarly, although Ms. McAllister will listen to the children's complaints about school, she does not draw them out on these issues or seek to determine details, as Ms. Williams would. For instance, at the start of the new school year, when I ask Harold about his teacher, he tells me she is "mean" and that "she lies. Issues surrounding the prospect of growing up black and male in this society were threaded through Alexander's life in ways that had no equivalent among his middleclass, white male peers. Still, in fourth grade there were no signs of racial experiences having "taken hold" the way that they might as Alexander ages. In terms of the number and kind of activities he participated in, his life was very similar to that of Garrett Tallinger, his white counterpart (see Table  3 ). That both sets of parents were fully committed to a strategy of concentrated cultivation was apparent in the number of adult-organized activities the boys were enrolled in, the hectic pace of family life, and the stress on reasoning in parent-child negotiations. Likewise, the research assistants and I saw no striking differences in the ways in which white parents and black parents in the working-class and poor homes socialized their children.
Others ( The dollar cost of children's organized activities was significant, particularly when families had more than one child. Cash outlays included paying the instructors and coaches who gave lessons, purchasing uniforms and performance attire, paying for tournament admission and travel to and from tournaments, and covering hotel and food costs for overnight stays. Summer camps also were expensive. At my request, the 23 Activities coded as "organized" are Scouts/ Brownies, music lessons, any type of sports lesson (e.g., gymnastics, karate), any type of leagueorganized sports (e.g., Little League), dance lessons, choir, religious classes (excluding religious primary school), arts and crafts classes, and any classes held at a recreation center. 24 As other studies have found, the mothers in my sample were far more knowledgeable than the fathers about their children's daily lives and spent more time caring for children (Crouter et. al. 1999; Thompson 1999 ). Family observations showed fathers playing a very important role in family dynamics, however, especially by contributing laughter and humor (Lareau 2000b) . 25 Some data are missing. The list of activities was so long we sometimes shortened it to conserve time (we always asked respondents, however, whether there were any activities their children had experienced that were not covered in the list). On average, middle-class parents were not queried concerning 2.5 of the approximately 20 items on the list; working-class parents were not asked about 3.0 items; and poor parents were not asked about 2.0 items. Since the sample is nonrandom, inferential procedures are not applicable. At a reviewer's request, I carried out a Scheffe post hoc test of group differences and found significant differences (at the p < .001 level) between the middle-class children and the working-class and poor children. The difference between working-class and poor children is nonsignificant (at the p < .05 level). Statistically significant differences do not occur across racial groups or by gender; nor are there significant interactions between race or gender and class. Table 4 ). Between December 8 and December 24, Melanie had a piano lesson each Monday, Girl Scouts each Thursday, a special Girl Scout event one Monday night, a special holiday musical performance at school one Tuesday night, two orthodontist appointments, five special rehearsals for the church Christmas pageant, and regular Sunday commitments (an early church service, Sunday school, and youth choir). On weekdays she spent several hours after school struggling with her home-work as her mother coached her step-by-step through the worksheets. The amount of time Melanie spent in situations where her movements were controlled by adults was typical of middle-class children in the study.
The schedule of Katie Brindle, a white fourth-grader from a poor family, contrasts sharply, showing few organized activities between December 2 and 24. She sang in the school choir. This involved one after-school rehearsal on Wednesdays; she walked home by herself after these rehearsals. Occasionally, Katie attended a Christian youth group on Friday nights (i.e., December 3). Significantly, all her activities were free. She wanted to enroll in ballet classes, but they were prohibitively expensive. What Katie did have was unstructured leisure time. Usually, she came home after school and then played outside with other children in the neighborhood or, watched television. She also regularly visited her grandmother and her cousins, who lived a few minutes away by bus or car. She often spent weekend nights at her grandmother's house. Overall, Katie's life was centered in and around home. Compared with the middle-class children in the study, her life moved at a dramatically less hectic pace. This pattern was characteristic of the other working-class and poor families we interviewed.
In addition to these activities, television provided a major source of leisure entertainment. All children in the study spent at least some free time watching TV, but there were differences in when, what, and how much they watched. Most middle-class parents we interviewed characterized television as actually or potentially harmful to children; many stressed that they preferred their children to read for entertainment. Middle-class parents often had rules about the amount of time children could spend watching television.26 These concerns did not surface in interviews with working-class and poor parents. Indeed, Ms. Yanelli, a white working-class mother, 26 Recent time-diary data suggest that middleclass parents' reports of how much time their children spend watching television are significantly lower than their children's actual viewing time (Hofferth 1999 ). There is no comparable gap shown in national data for less educated parents. objected to restricting a child's access to television, noting, "You know, you learn so much from television." Working-class and poor parents did monitor the content of programs and made some shows off-limits for children. The television itself, however, was left on almost continuously (also see Robinson and Godbey 1997).
LANGUAGE USE
The social class differences in language use we observed were similar to those reported by others (see Bernstein Ms. Yanelli's disciplinary approach is very different from that of the middle-class parents we observed. Like most working-class and poor parents we observed, she is directive and her instructions are nonnegotiable ("Billy, shower" and "You're done."). Using a belt may seem harsh , but it is neither a random nor irrational form of punishment here. Ms. Yanelli gave Billy notice of her expectations and she offered an explanation (it's late, and tomorrow he has "a big day"). She turned to physical discipline as a resource when she felt Billy was not sufficiently responsive.27
SOCIAL CONNECTIONS
We also observed class differences in the context of children's social relations. Across the sample of 88 families, middle-class children's involvement in adult-organized activities led to mainly weak social ties. Soccer, photography classes, swim team, and so on typically take place in 6 to 8 week blocks, and participant turnover rates are relatively high. Equally important, middle-class children's commitment to organized activities generally pre-empted visits with extended family. Some did not have relatives who lived nearby, but even among those who did, children's schedules made it difficult to organize and attend regular extended-family gatherings. Many of the middle-class children visited with relatives only on major holidays.28 Similarly, middle-class parents tended to forge weak rather than strong ties. Most reported having social networks that included professionals: 93 percent of the sample of middle-class parents had a friend or relative who was a teacher, compared with 43 percent of working-class parents and 36 percent 27 During an interview, Ms. Yanelli estimated that during the previous two weeks, she had used the belt twice, but she noted that her use varied widely. Not all working-class and poor parents in the study used physical punishment, but the great majority did rely heavily on directives.
28 Interviews were open-ended; respondents' varied answers preclude summarizing the data in a single scale that would accurately measure differences in kinship ties by class. For details regarding social class and kin group contact, see Fischer (1982 Working-class and poor families were much less likely to include professionals in their social networks but were much more likely than their middle-class counterparts to see or speak with kin daily. Children regularly interacted in casually assembled, heterogeneous age groups that included cousins as well as neighborhood children. As others have shown (Lever 1988), we observed gender differences in children's activities. Although girls sometimes ventured outside to ride bikes and play ball games, compared with boys they were more likely to stay inside the house to play. Whether inside or outside, the girls, like the boys, played in loose coalitions of kin and neighbors and created their own activities.
Interactions with representatives of major social institutions (the police, courts, schools, and government agencies) also appeared significantly shaped by social class. Members of white and black working-class and poor families offered spontaneous comments about their distrust of these officials. For example, one white working-class mother described an episode in which the police had come to her home looking for her ex-husband (a drug user). She recalled officers "breaking down the door" and terrifying her eldest son, then only three years old. Another white working-class mother reported that her father had been arrested. Although by all accounts in good spirits, he had been found dead in the city jail, an alleged suicide. Children listened to and appeared to absorb remarks such as these. 29 The overall sample included 36 middleclass, 26 working-class, and 26 poor families. For the question on teachers, there were responses from 31 middle-class parents, 21 working-class parents, and 25 poor parents. For the question on doctors, the responses by class numbered 26, 21, and 22. Similar results were found for knowing a psychologist, family counselor, or lawyer (data available from the author). Race did not influence the results.
Fear was a key reason for the unease with which working-class and poor families approached formal (and some informal) encounters with officials. Some parents worried that authorities would "come and take [our] kids away." One black mother on public assistance interviewed as part of the larger study was outraged that school personnel had allowed her daughter to come home from school one winter day without her coat. She noted that if she had allowed that to happen, "the school" would have reported her to Child Protective Services for child abuse. Wendy Driver's mother (white working-class) complained that she felt obligated to take Wendy to the doctor, even when she knew nothing was wrong, because Wendy had gone to see the school nurse. Ms. Driver felt she had to be extra careful because she didn't want "them" to come and take her kids away.30 Strikingly, no middleclass parents mention similar fears about the power of dominant institutions.
Obviously, these three dimensions of childrearing patterns-the organization of daily life, language use, and social connections-do not capture all the class advantages parents pass to their children. The middle-class children in the study enjoyed relatively privileged lives. They lived in large houses, some had swimming pools in their backyards, most had bedrooms of their own, all had many toys, and computers were common. These children also had broad horizons. They flew in airplanes, they traveled out of state for vacations, they often traveled an hour or two from home to take part in their activities, and they knew older children whose extracurricular activities involved international travel.
Still, in some important areas, variations among families did not appear to be linked to social class. Some of the middle-class children had learning problems. And, despite 30 How misguided parents' suspicions might be is hard to assess. The counselor at Lower Richmond, who regularly reported children to the Department of Human Services as victims of neglect, maintained that she did so only in the gravest cases and only after repeated interventions had failed. The working-class and poor parents, however, generally saw "the school's actions" as swift, capricious, and arbitrary. their relatively privileged social-class position, neither middle-class children nor their parents were insulated from the realities of serious illness and premature death among family and friends. In addition, some elements of family life seemed relatively immune to social class, including how orderly and tidy the households were. In one white middle-class family, the house was regularly in a state of disarray. The house was cleaned and tidied for a Christmas Eve gathering, but it returned to its normal state shortly thereafter. By contrast, a black middle-class family's home was always extremely tidy, as were some, but not all, of the working-class and poor homes. Nor did certain aspects of parenting, particularly the degree to which mothers appeared to "mean what they said," seem linked to social class. Families also differed with respect to the presence or absence of a sense of humor among individual members, levels of anxiety, and signs of stressrelated illnesses they exhibited. Finally, there were significant differences in temperament and disposition among children in the same family. These variations are useful reminders that social class is not fully a determinant of the character of children's lives.
IMPACT OF CHILDREARING STRATEGIES ON INTERACTIONS WITH INSTITUTIONS
Social scientists sometimes emphasize the importance of reshaping parenting practices to improve children's chances of success. Explicitly and implicitly, the literature exhorts parents to comply with the views of professionals (Bronfenbrenner 1966 Table 2 .) Across all social classes, parents and children interacted with teachers and school officials, healthcare professionals, and assorted government officials. Although they often addressed similar problems (e.g., learning disabilities, asthma, traffic violations), they typically did not achieve similar resolutions. The pattern of concerted cultivation fostered an emerging sense of entitlement in the life of Alexander Williams and other middleclass children. By contrast, the commitment to nurturing children's natural growth fostered an emerging sense of constraint in the life of Harold McAllister and other workingclass or poor children. (These consequences of childrearing practices are summarized in Table 2.) Both parents and children drew on the resources associated with these two childrearing approaches during their interactions with officials. Middle-class parents and children often customized these interactions; working-class and poor parents were more likely to have a "generic" relationship. When faced with problems, middle-class parents also appeared better equipped to exert influence over other adults compared with working-class and poor parents. Nor did middle-class parents or children display the intimidation or confusion we witnessed among many working-class and poor families when they faced a problem in their children's school experience. Middle-class parents and children were also very assertive in situations at the public elementary school most of the middle-class children in the study attended. There were numerous conflicts during the year over matters small and large. For example, parents complained to one another and to the teachers about the amount of homework the children were assigned. A black middle-class mother whose daughters had not tested into the school's gifted program negotiated with officials to have the girls' (higher) results from a private testing company accepted instead. The parents of a fourth-grade boy drew the school superintendent into a battle over religious lyrics in a song scheduled to be sung as part of the holiday program. The superintendent consulted the district lawyer and ultimately "counseled" the principal to be more sensitive, and the song was dropped.
Children, too, asserted themselves at school. Examples include requesting that the classroom's blinds be lowered so the sun wasn't in their eyes, badgering the teacher for permission to retake a math test for a higher grade, and demanding to know why no cupcake had been saved when an absence prevented attendance at a classroom party. In these encounters, children were not simply complying with adults' requests or asking for a repeat of an earlier experience. They were displaying an emerging sense of entitlement by urging adults to permit a customized accommodation of institutional processes to suit their preferences.
Of course, some children (and parents) were more forceful than others in their dealings with teachers, and some were more successful than others. Melanie Handlon's mother, for example, took a very "hands-on" approach to her daughter's learning problems, coaching Melanie through her homework day after day. Instead of improved grades, however, the only result was a deteriorating home environment marked by tension and tears.
EMERGING SIGNS OF CONSTRAINT
The interactions the research assistants and I observed between professionals and working-class and poor parents frequently seemed cautious and constrained. This unease is evident, for example, during a physical Harold McAllister has before going to Bible camp. Harold's mother, normally boisterous and talkative at home, is quiet. Unlike Ms. Williams, she seems wary of supplying the doctor with accurate information: Still, neither Harold nor his mother seemed as comfortable as Alexander had been. Alexander was used to extensive conversation at home; with the doctor, he was at ease initiating questions. Harold, who was used to responding to directives at home, primarily answered questions from the doctor, rather than posing his own. Alexander, encouraged by his mother, was assertive and confident with the doctor. Harold was reserved. Absorbing his mother's apparent need to conceal the truth about the range of foods he ate, he appeared cautious, displaying an emerging sense of constraint.
We observed a similar pattern in school interactions. Overall, the working-class and poor adults had much more distance or separation from the school than their middleclass counterparts. Ms. McAllister, for example, could be quite assertive in some settings (e.g., at the start of family observations, she visited the local drug dealer, warning him not to "mess with" the black male fieldworker).32 But throughout the fourthgrade parent-teacher conference, she kept her winter jacket zipped up, sat hunched over in her chair, and spoke in barely audible tones. She was stunned when the teacher said that Harold did not do homework. Sounding dumbfounded, she said, "He does it at home." The teacher denied it and continued talking. Ms. McAllister made no further comments and did not probe for more information, except about a letter the teacher said he had mailed home and that she had not received. The conference ended, having yielded Ms. McAllister few insights into Harold's educational experience.33
Other working-class and poor parents also appeared baffled, intimidated, and subdued in parent-teacher conferences. Ms. Driver, who was extremely worried about her fourthgrader's inability to read, kept these concerns to herself. She explained to us, "I don't want to jump into anything and find it is the wrong thing." When working-class and poor parents did try to intervene in their children's educational experiences, they often felt ineffectual. Billy Yanelli's mother appeared relaxed and chatty in many of her interactions with other adults. With "the school," however, she was very apprehensive. She distrusted school personnel. She felt bullied and powerless. Hoping to resolve a problem involving her son, she tried to prepare her ideas in advance. Still, as she recounted during an interview, she failed to make school officials see Billy as vulnerable: At times, these parents encouraged their children to resist school officials' authority. 33 Middle-class parents sometimes appeared slightly anxious during parent-teacher conferences, but overall, they spoke more and asked educators more questions than did working-class and poor parents.
Ms
The Yanellis told Billy to "beat up" a boy who was bothering him. Wendy Driver's mother advised her to punch a male classmate who pestered her and pulled her ponytail. Ms. Driver's boyfriend added, "Hit him when the teacher isn't looking."
In classroom observations, working-class and poor children could be quite lively and energetic, but we did not observe them try to customize their environments. They tended to react to adults' offers or, at times, to plead with educators to repeat previous experiences, such as reading a particular story, watching a movie, or going to the computer room. Compared to middle-class classroom interactions, the boundaries between adults and children seemed firmer and clearer. Although the children often resisted and tested school rules, they did not seem to be seeking to get educators to accommodate their own individual preferences.
Overall, then, the behavior of workingclass and poor parents cannot be explained as a manifestation of their temperaments or of overall passivity; parents were quite energetic in intervening in their children's lives in other spheres. Rather, working-class and poor parents generally appeared to depend on the school (Lareau 2000a), even as they were dubious of the trustworthiness of the professionals. This suspicion of professionals in dominant institutions is, at least in some instances, a reasonable response.34 The unequal level of trust, as well as differences in the amount and quality of information divulged, can yield unequal profits during an historical moment when professionals applaud assertiveness and reject passivity as an inappropriate parenting strategy (Epstein 2001) . Middle-class children and parents often (but not always) accrued advantages or profits from their efforts. Alexander Williams succeeded in having the doctor take his medical concerns seriously. Ms. Marshall's children ended up in the gifted program, even though they did not technically qualify. Middle-class children expect institutions to be responsive to them and to accommodate 34 The higher levels of institutional reports of child neglect, child abuse, and other family difficulties among poor families may reflect this group's greater vulnerability to institutional intervention (e.g., see L. Gordon 1989). their individual needs. By contrast, when Wendy Driver is told to hit the boy who is pestering her (when the teacher isn't looking) or Billy Yanelli is told to physically defend himself, despite school rules, they are not learning how to make bureaucratic institutions work to their advantage. Instead, they are being given lessons in frustration and powerlessness.
WHY DOES SOCIAL CLASS MATTER?
Parents' economic resources helped create the observed class differences in childrearing practices. Enrollment fees that middle-class parents dismissed as "negligible" were formidable expenses for less affluent families. Parents also paid for clothing, equipment, hotel stays, fast food meals, summer camps, and fundraisers. In 1994, the Tallingers estimated the cost of Garrett's activities at $4,000 annually, and that figure was not unusually high.35 Moreover, families needed reliable private transportation and flexible work schedules to get children to and from events. These resources were disproportionately concentrated in middleclass families.
Differences in educational resources also are important. Middle-class parents' superior levels of education gave them larger vocabularies that facilitated concerted cultivation, particularly in institutional interventions. Poor and working-class parents were not familiar with key terms professionals used, such as "tetanus shot." Furthermore, middle-class parents' educational backgrounds gave them confidence when criticizing educational professionals and intervening in school matters. Working-class and poor parents viewed educators as their social superiors.
Kohn and Schooler (1983) showed that parents' occupations, especially the complexity of their work, influence their childrearing beliefs. We found that parents' work mattered, but also saw signs that the experience of adulthood itself influenced 35 In 2002, a single sport could cost as much as $5,000 annually. Yearly league fees for ice hockey run to $2,700; equipment costs are high as well (Halbfinger 2002 (Newman 1993 ). This uncertainty increased their commitment to helping their children develop broad skills to enhance their future possibilities.
Working-class and poor parents' conceptions of adulthood and childhood also appeared to be closely connected to their lived experiences. For the working class, it was the deadening quality of work and the press of economic shortages that defined their experience of adulthood and influenced their vision of childhood. It was dependence on public assistance and severe economic shortages that most shaped poor parents' views. Families in both classes had many worries about basic issues: food shortages, limited access to healthcare, physical safety, unreliable transportation, insufficient clothing. Thinking back over their childhoods, these parents remembered hardship but also recalled times without the anxieties they now faced. Many appeared to want their own youngsters to concentrate on being happy and relaxed, keeping the burdens of life at bay until they were older.
Thus, childrearing strategies are influenced by more than parents' education. It is the interweaving of life experiences and resources, including parents' economic resources, occupational conditions, and educational backgrounds, that appears to be most important in leading middle-class parents to engage in concerted cultivation and work-36 Middle-class adults do not live problem-free lives, but compared with the working class and poor, they have more varied occupational experiences and greater access to jobs with higher economic returns.
ing-class and poor parents to engage in the accomplishment of natural growth. Still, the structural location of families did not fully determine their childrearing practices. The agency of actors and the indeterminacy of social life are inevitable.
In addition to economic and social resources, are there other significant factors? If the poor and working-class families' resources were transformed overnight so that they equaled those of the middle-class families, would their cultural logic of childrearing shift as well? Or are there cultural attitudes and beliefs that are substantially independent of economic and social resources that are influencing parents' practices here? The size and scope of this study preclude a definitive answer. Some poor and working-class parents embraced principles of concerted cultivation: They wished (but could not afford) to enroll their children in organized activities (e.g., piano lessons, voice lessons), they believed listening to children was important, and they were committed to being involved in their children's schooling. Still, even when parents across all of the classes seemed committed to similar principles, their motivations differed. For example, many working-class and poor parents who wanted more activities for their children were seeking a safe haven for them. Their goal was to provide protection from harm rather than to cultivate the child's talents per se. Some parents explicitly criticized children's schedules that involved many activities. During the parent interviews, we described the real-life activities of two children (using data from the 12 families we were observing). One schedule resembled Alexander Williams's: restricted television, required reading, and many organized activities, including piano lessons (for analytical purposes, we said that, unlike Alexander, this child disliked his piano lessons but was not allowed to quit). Summing up the attitude of the working-class and poor parents who rejected this kind of schedule,37 one white, poor mother complained: 37 Many middle-class parents remarked that forcing a child to take piano lessons was wrong. Nevertheless, they continued to stress the importance of "exposure." Even parents who believed this more regimented approach would pay off "job-wise" when the child was an adult still expressed serious reservations: "I think he is a sad kid," or, "He must be dead-dog tired." Thus, working-class and poor parents varied in their beliefs. Some longed for a schedule of organized activities for their children and others did not; some believed in reasoning with children and playing an active role in schooling and others did not. Fully untangling the effects of material and cultural resources on parents and children's choices is a challenge for future research.38
DISCUSSION
The evidence shows that class position influences critical aspects of family life: time use, language use, and kin ties. Not all aspects of family life are affected by social class, and there is variability within class. Still, parents do transmit advantages to their children in patterns that are sufficiently consistent and identifiable to be described as a "cultural logic" of childrearing. The white 38 Similarly, whether concerted cultivation and the accomplishment of natural growth are new historical developments rather than modifications of earlier forms of childrearing cannot be determined from the study's findings. The "institutionalization of children's leisure" seems to be increasing (Corsaro 1997 ). Hays (1996) argues that families increasingly are "invaded" by the "logic of impersonal, competitive, contractual, commodified, efficient, profit-maximizing, selfinterested relations" (p. 11). In addition to evidence of a new increase in children's organized activities (Sandberg and Hofferth 2001) , none of the middle-class parents in the study reported having childhood schedules comparable to their children's. Change over time in parents' intervention in education and in the amount of reasoning in middle-class families also are difficult to determine accurately. Kohn and Schooler's (1983) study suggests little change with regard to reasoning, but other commentators insist there has been a rise in the amount of negotiating between parents and children (Chidekel 2002; Kropp 2001 ). Such debates can not be resolved without additional careful historical research. and black middle-class parents engaged in practices I have termed "concerted cultivation"-they made a deliberate and sustained effort to stimulate children's development and to cultivate their cognitive and social skills. The working-class and poor parents viewed children's development as spontaneously unfolding, as long as they were provided with comfort, food, shelter, and other basic support. This commitment, too, required ongoing effort; sustaining children's natural growth despite formidable life challenges is properly viewed as an accomplishment.
In daily life, the patterns associated with each of these approaches were interwoven and mutually reinforcing. Nine-year-old middle-class children already had developed a clear sense of their own talents and skills, and they differentiated themselves from siblings and friends. They were also learning to think of themselves as special and worthy of having adults devote time and energy to promoting them and their leisure activities. In the process, the boundaries between adults and children sometimes blurred; adults' leisure preferences became subordinate to their children's. The strong emphasis on reasoning in middle-class families had similar, diffuse effects. Children used their formidable reasoning skills to persuade adults to acquiesce to their wishes. The idea that children's desires should be taken seriously was routinely realized in the middle-class families we interviewed and observed. In many subtle ways, children were taught that they were entitled. Finally, the commitment to cultivating children resulted in family schedules so crowded with activities there was little time left for visiting relatives. Quantitative studies of time use have shed light on important issues, but they do not capture the interactive nature of routine, everyday activities and the varying ways they affect the texture of family life.39 39 The time-use differences we observed were part of the taken-for-granted aspects of daily life; they were generally unnoticed by family members. For example, the working-class Yanellis considered themselves "really busy" if they had one baseball game on Saturday and an extended family gathering on Sunday. The Tallingers and other middle-class families would have considered this a slow weekend.
In working-class and poor families, parents established limits; within those limits, children were free to fashion their own pastimes. Children's wishes did not guide adults' actions as frequently or as decisively as they did in middle-class homes. Children were viewed as subordinate to adults. Parents tended to issue directives rather than to negotiate. Frequent interactions with relatives rather than acquaintances or strangers created a thicker divide between families and the outside world. Implicitly and explicitly, parents taught their children to keep their distance from people in positions of authority, to be distrustful of institutions, and, at times, to resist officials' authority. Children seemed to absorb the adults' feelings of powerlessness in their institutional relationships. As with the middle class, there were important variations among workingclass and poor families, and some critical aspects of family life, such as the use of humor, were immune to social class.
The role of race in children's daily lives was less powerful than I had expected. The middle-class black children's parents were alert to the potential effects of institutional discrimination on their children. Middleclass black parents also took steps to help their children develop a positive racial identity. Still, in terms of how children spend their time, the way parents use language and discipline in the home, the nature of the families' social connections, and the strategies used for intervening in institutions, white and black middle-class parents engaged in very similar, often identical, practices with their children. A similar pattern was observed in white and black workingclass homes as well as in white and black poor families. Thus my data indicate that on the childrearing dynamics studied here, compared with social class, race was less important in children's daily lives.40 As they enter the racially segregated words of dating, marriage, and housing markets, and as they encounter more racism in their interper-40 These findings are compatible with others showing children as aware of race at relatively early ages (Van Ausdale and Feagin 1996). At the two sites, girls often played in racially segregated groups during recess; boys tended to play in racially integrated groups. sonal contact with whites (Waters 1999), the relative importance of race in the children's daily lives is likely to increase. Differences in family dynamics and the logic of childrearing across social classes have long-term consequences. As family members moved out of the home and interacted with representatives of formal institutions, middle-class parents and children were able to negotiate more valuable outcomes than their working-class and poor counterparts. In interactions with agents of dominant institutions, working-class and poor children were learning lessons in constraint while middle-class children were developing a sense of entitlement.
It is a mistake to see either concerted cultivation or the accomplishment of natural growth as an intrinsically desirable approach. As has been amply documented, conceptions of childhood have changed dramatically over time (Wrigley 1989 ). Drawbacks to middle-class childrearing, including the exhaustion associated with intensive mothering and frenetic family schedules and a sapping of children's naivete that leaves them feeling too sophisticated for simple games and toys (Hays 1996) , remain insufficiently highlighted.
Another drawback is that middle-class children are less likely to learn how to fill "empty time" with their own creative play, leading to a dependence on their parents to solve experiences of boredom. Sociologists need to more clearly differentiate between standards that are intrinsically desirable and standards that facilitate success in dominant institutions. A more critical, and historically sensitive, vision is needed (Donzelot 1979 ). Here Bourdieu's work (1976, 1984, 1986, 1989 ) is valuable.
Finally, there are methodological issues to consider. Quantitative research has delineated population-wide patterns; ethnographies offer rich descriptive detail but typically focus on a single, small group. Neither approach can provide holistic, but empirically grounded, assessments of daily life. Multi-sited, multi-person research using ethnographic methods also pose formidable methodological challenges (Lareau 2002 ). Still, families have proven themselves open to being studied in an intimate fashion. Creating penetrating portraits of daily life that will enrich our theoretical models is an important challenge for the future.
